This study examined the relationship between inclusion and burnout in physical education teaching. Data were collected from a sample of elementary school physical education (PE) teachers from all six districts in Israel. The research questionnaire included three parts: personal and occupational background, Friedman's Burnout index and work environment questionnaire. The findings on work conditions in inclusive PE classes were that a majority of teachers reported that the school grounds and sport facilities are not adjusted for students with special needs; it takes too much time for these students to be diagnosed and receive special treatment; there are difficulties in assessing these students, maintaining their safety, using special teaching methods to include them in classes, and reporting to their parents. A factor analysis of items describing work in inclusive classes revealed four factors: the structural, the organizational, the psychological and the social dimensions of the workplace. Results of the regression analysis do not support the first hypothesis that teachers' personal resources and workload are related to burnout. They do however support the hypotheses that the number of special education students in class is positively related to burnout; the amount of help the teacher receives in treating these students is negatively related to burnout; the more the teachers feel that the structural and the social dimensions at the workplace are incongruent with their work, the more they are burned out.
and limit teaching effectiveness. To minimize teacher burnout and increase teaching effectiveness it is imperative to identify the specific factors that create difficulties for teachers in inclusive education classes. Many studies in the last decade examined teachers' attitudes toward inclusive education (Cook et al., 2000; Norwich, 2002; Reiter et al., 1998; Scruggs and Mastropieri, 1996) , but fewer have examined the effects of teaching in inclusive education on teachers in general, and on physical education (PE) teachers specifically (LaMaster et al., 1998) . This study examines the difficulties that PE teachers encounter in inclusive education classes in Israel and investigates the effects of these difficulties on teacher burnout.
Teachers' attitudes toward inclusion
Researchers maintain that successful inclusion depends on teachers' positive attitudes (Guralnick, 1982; Hanline, 1985; Odem and McEvoy, 1990; Samuel et al., 1991) , and on professional support by the school Principal and special education experts (Margalit, 2000; Snyder, 1999) . In a meta-analysis of studies of teachers' attitudes toward inclusion, Scruggs and Mastropieri (1996) found that 65 percent of elementary and high school teachers reported positive attitudes (Baker and Zigmond, 1995; Baker et al., 1994-5; Barton, 1992; Fulk and Hirth, 1994) and 53 percent of the teachers responded they would have agreed to include children with special needs in their classes (Barton, 1992; Fuchs and Fuchs, 1995; Houck and Rogers, 1994) . Other studies, however, show that teachers report negative attitudes toward inclusion, especially when it pertains to severe disabilities (Cook et al., 2000; Norwich, 2002; Reiter et al., 1998) . In most cases teachers support inclusion of children with mild physical-sensory disabilities, but not those with severe physical disabilities, mental retardation, and behavior problems (Scruggs and Mastropieri, 1996) .
Several studies show that teachers perceive inclusion as a source of difficulties and frustration, anticipate negative results of inclusion on regular students, and complain about additional workload and lack of professional support (Reiter, 1996; Scruggs and Mastropieri, 1996) . Other studies show that teachers' attitudes towards inclusion depend on characteristics of the work environment. Positive attitudes are related to principal support, availability of human and material resources, small classes, and specific professional preparation (Roll-Pettersson, 2001; Scruggs and Mastropieri, 1996; Shechtman et al., 1993) .
Physical education and inclusion
Most PE teachers and experts support inclusion (Block, 1994; Block and Vogler, 1994; Craft, 1994; Kozub et al., 1999) and express positive attitudes toward inclusion (Heikinaro-Johanson and Sherrill, 1994; Rizzo and Vispoel, 1991; Tripp and Sherrill, 1991) . Notwithstanding these basically positive attitudes, findings from several studies report the difficulties that physical educators encounter or expect to encounter in inclusive education. Pre-service PE students expect that having students with special needs together with non-disabled students in the class will disrupt class harmony, take too much of their time, and place an unfair burden on the teacher. They also think they are not sufficiently prepared to teach in inclusive classes (Folsom-Meek and Rizzo, 2002; Folsom-Meek et al., 1999) . Baines and Baines (1994) studied an inclusion class for seven months in one middle school and described some very difficult situations, including one in which the teacher had to leave the class unattended for 20 minutes while helping a disabled student with his bathroom needs. They also report the results of a survey where all the teachers stated that teaching special education students took much more time than teaching regular students. The majority of the respondents also report never having received any training in teaching special education students.
In a study of six PE specialists LaMaster et al. (1998) found that teachers were frustrated by their inability to cope with children with severe disabilities, and had feelings of inadequacy, doubting whether they were getting through to students. Two teachers related that they actually had to lift disabled students. One teacher described how students sometimes wandered out of the gym and how she had to stop the class in order to look for them. They claimed they were inadequately prepared to cope with the challenges of inclusion, and received very little or no support at all from special education or adapted physical activity specialists to help them cope with special education students. In a study of 46 PE teachers in Israel (Talmor et al., 1999) , it was reported that while teachers mostly supported inclusion, they also claimed that both students with special needs and regular students are held back and do not develop physically as they should, because of class interruptions and time allocation problems.
Teacher burnout
Burnout was first defined by Freudenberger (1974) as a state of fatigue and weariness, or loss of physical and mental energy, resulting from exaggerated aspirations to achieve unrealistic goals set by oneself or by society's values. Maslach and Jackson (1981) described burnout in the helping professions as a mental state comprised of mental fatigue, de-personalization, and dissatisfaction with personal, intellectual, and professional self-fulfillment (see also Maslach, 1976 Maslach, , 1978 . Teacher burnout is described in similar terms. In reviews of the literature on teacher burnout (Guglielmi and Tatrow, 1998; Kyriacou, 1987) , it is defined as a syndrome characterized by physical, mental, and behavioral fatigue. Burned-out teachers may express feelings of boredom, anger, anxiety, self-blame, and even depression. They show a high rate of absenteeism and low commitment to teaching, have low expectations from their students and treat them as objects rather than human beings (Farber, 1991; Friedman, 1999) . Friedman (2000) maintains that at the heart of teacher burnout lies a sense of professional failure that is related to self-(in)efficacy.
Various theoretical models explain burnout in the workplace. Two of them are explored in this study. The person-environment fit model explains burnout as the result of a mismatch between the requirements and demands of the job and the person's real or perceived ability to meet those demands (Caplan et al., 1975; Van Harrison, 1978) . The demands-supports-constraints model maintains that burnout results from a gap between job demands and the conditions that enable good performance and achievement of goals. Constraint, coupled with lack of support and resources may lead to strain and burnout (Farber, 1991; Karasek and Theorell, 1990; Payne, 1979; Payne and Fletcher, 1983) .
In the research literature, burnout is related to three groups of risk factors: occupational hazards, personality factors, and specific work environment conditions (Friedman and Lotan, 1993) . The occupational hazards that teachers face stem both from society's expectations and from the nature of teaching. Modern society defines the teacher's multiple missions as an instructor, a moral educator, and a character builder, and expects teachers to play the roles that family, school and religious agencies filled earlier. Failing to fulfill these expectations, teachers are blamed for not doing their jobs and may develop feelings of inadequacy that result in burnout (Farber, 1984) .
Very little research effort has been devoted to personality factors in teacher burnout, since these are perceived as beyond educational system control. However, several studies examined the relationships between burnout and personal variables such as gender (Farber, 1984; Friedman, 1992; Friedman and Lotan, 1993; Maslach and Jackson, 1981; Schwab and Iwanicki, 1982; Shirom, 1997) , age and seniority in teaching (Friedman and Lotan, 1993; Schwab and Iwanicki, 1982; Shirom, 1997) , family status and number of children, and educational credentials (Friedman and Lotan, 1993; Shirom, 1997) . Findings pertaining to these variables are inconsistent.
As for specific work conditions, Malach-Pines (1984) presents a model of four organizational dimensions that include all variables found to be related to burnout:
• The psychological dimension includes variables such as work overload, lack of autonomy, lack of self-fulfillment, and lack of self-development.
• The structural dimension includes variables such as physical surroundings, noise level, and the degree of compatibility between work needs and physical structure.
• The social dimension includes interactions with clients (their numbers and the nature of their problems), colleagues (degree of support and cooperation), and supervisors (feedback, support, and rewards).
• The organizational-bureaucratic dimension refers to paperwork, red tape, rules and regulations, role conflict and role ambiguity.
These four dimensions provide the framework for the analysis of the PE teacher's work conditions in inclusive education. This study assumes that inclusion is manifested in each of these dimensions and affects burnout in PE teachers.
Study purpose and hypotheses
The purpose of this study was to describe the work of PE teachers in inclusive education, to explore the factors comprising work in this environment, and examine their relationship to teacher burnout. Following the theoretical models explaining burnout, and in line with findings on teachers' attitudes towards inclusion, the hypotheses are:
• According to the person-environment fit model: the more teachers are equipped to deal with special education students, and the lighter their workload at school and in their private lives -the lower their burnout level.
According to the demands-supports-constraint model:
• The higher the number of students with special needs in teachers' classes and the more severe their problems -the higher the teachers' burnout level.
• The more help teachers receive from the school in dealing with special education students -the lower their burnout level.
• The more teachers perceive the work environment at school as fit for inclusionthe lower their burnout level.
Methods

Participants
Data were collected from 363 PE teachers from elementary schools in all six districts in Israel. Elementary schools were chosen for this study, as in Israel this is where most of the inclusion is carried out (Avisar, 1999) . The research questionnaires were mailed to a random sample of 1200 PE teachers who work in 1200 of the1420 elementary schools in Israel (75 percent of elementary school PE teachers in the country). Using the Ministry of Education mailing list, questionnaires were mailed to the first 300 teachers in each double-district (North, Center, and South), and then to every second name on the list. The rate of return was 30 percent: 125 from the northern district, 122 from the central district, and 116 from the southern district. There was no followup on the unreturned questionnaires. 1 Although this is not a high rate of return, it is expected for a mail survey, where a rate of 20 percent or higher is considered reasonable (Dillman, 1994) . Obviously, we should keep in mind that the participants represent only about 23 percent of the elementary school PE teachers in Israel, and one can only speculate about whether these teachers are more or less burned out than those who did not respond. All respondents signed forms indicating their consent to use the data collected from their responses for statistical analysis and publication of results. Full anonymity was insured.
Research instruments
The research questionnaire was composed of three parts to measure the dependent variable, personal background variables, and work environment variables.
Burnout index
The dependent variable, burnout, was measured by Friedman's (1999) burnout scale. This inventory is based on Maslach and Jackson (1981) , Iwanicki and Schwab (1981) , and Farber (1982) , translated into and adapted for Hebrew by Friedman. The scale is composed of 14 items that include three subscales: fatigue (five items), self-fulfillment (five items), and de-personalization (four items). Friedman (1999) defines fatigue as a state of constant exhaustion. Self-fulfillment is defined in the negative sense as professional un-fulfillment, a feeling that the person is not fulfilling him/herself through teaching. De-personalization is defined as finding fault with students, parents, principal, and colleagues. The scale's internal consistency measured by Cronbach's alpha was α = .90. The internal consistency of the sub-scales was α = .88, α = .82, and α = .79, respectively (Friedman, 1999) . Reliability for this administration is presented in the findings. The items are reported in the factor analysis table.
The question presented to the participants was: 'How often do you experience the following feelings/thoughts in relation to work in the last three months?' The response scale was from 1 (never) to 6 (constantly).
Personal-occupational questionnaire
The personal-occupational questionnaire elicited information about the independent variables. These include gender, age, marital status, number of children, education, training in special education, seniority in teaching, grades taught, average number of students in classes, full-time/part-time position, additional roles in school, additional work out of school. These variables are used in the study as measures of personal resources and workload.
Work environment questionnaire
This questionnaire includes two parts that provide information about the main independent variables in the study:
• Information about inclusion: this part includes questions about (1) the extent to which students are included in regular classes with learning disabilities, minor retardation, hyperactive behavior or other behavior problems, sensual (visual/hearing) disabilities, or other physical disabilities; (2) the amount of information that teachers receive about students with special needs from various officials in the educational system (special education teacher, homeroom teacher, colleagues, school principal, educational consultant, psychologist, school nurse, parents, county special education support center); (3) the amount of help teachers receive from these officials in working with special education students. Answers for all these items are marked on a 4-point scale (1 = not at all; 4 = to a very great extent).
• Perceptions of difficulties and challenges in inclusion: this part is composed of 19 items/statements, where participants have to mark to what extent these statements correctly describe their work in inclusive education. Answers are marked on a four-point scale (1 = not at all; 4 = to a great extent). This questionnaire was constructed specifically for this study and was validated in two stages. The actual items are reported in the factor analysis table.
The first stage was the pilot study. The questionnaire was constructed using two sources: theoretical knowledge and interviews with PE teachers. The theoretical knowledge provided themes related to the four work environment dimensions described by Malach-Pines (1984) and used in an earlier study on PE teachers' burnout (Fejgin et al., 1995) : the structural, the psychological, the social, and the organizational-bureaucratic dimensions. In the interviews, four PE teachers with 15 years of seniority or more were asked to describe their work in inclusive education classes.
Teachers were asked what constituted the difficulties and the challenges of work in these classes. Following their answers, items were composed to describe various characteristics of PE teaching in inclusive education related to the four work dimensions. 2 The second stage was examination of validity and reliability of the scale. The questionnaire was validated by four experts, an expert in inclusive education, an expert PE teacher, an expert in burnout research, and an expert in methodology. 3 They were asked to express their opinions about whether the items were clearly phrased, whether they were relevant to PE teachers' work in school, whether they covered all aspects of work in PE inclusive education, and whether the division of items into the four work environment dimensions made sense. Following these experts' remarks, the questionnaire was revised and examined by seven PE teachers who were conveniently selected from those who attend the college for in-service training. They suggested some very minor changes in the wording of items, and added two possible roles to the list of officials who might provide help for teachers in relation to inclusion.
Reliability of the scale was tested using a test-retest of questionnaires delivered to 29 PE teachers with a one-month time-lag. In the retest 82-95 percent of the teachers marked the questionnaire items identically to their answers in the first test. These teachers did not participate in the following study.
Data analysis
In order to answer the research questions and examine the research hypotheses, both descriptive measures and analytic procedures were used. Frequencies, means and standard deviations were used to describe the work conditions of physical educators in inclusive education classes. Exploratory factor analyses were performed to extract the factors comprising the perceptions of difficulties and challenges in inclusion and those of the burnout scale (developed and used by Friedman, 1999) . In order to examine the relationship between burnout and personal and work environment variables related to inclusion, Pearson correlations were provided, and regression analyses were performed. The regression analyses presented us with standardized regression coefficients that enabled us to learn about the net effects of each work environment variable on burnout.
Findings
Personal-occupational characteristics
The study sample was comprised of 75 percent women, average age 38 years, with 13 years of teaching experience. A majority of teachers were married (76%) and had 2-3 children. Most of them held academic degrees (48% with a BEd/BA and 12% with a masters degree); 35 percent were senior certified teachers and 5 percent were certified/non-certified teachers without academic degrees. About half the teachers (56%) received some training in special education, in their preservice education, or inservice classes. However, most of them participated in several lectures only, rather than a full course. Only 7 percent attended a full-length course in special education or inclusive education. The majority of the teachers (75%) worked in one school only and their teaching position was composed of 23 weekly hours on average. 4 About 25 percent worked in two schools in order to hold a full-time position, 5 and 54 percent of the teachers had additional jobs out of school, in private gyms, or community centers. The majority of the teachers (90%) taught in coeducational classes of 26 students on average.
Inclusive education in schools
The purpose of this study was to describe the work of PE teachers in inclusive education, to explore the factors comprising work in this environment, and to examine their relationship to teachers' burnout. The description of work environment in inclusive education includes several elements. The first element is number of children with special needs and the nature of their disability. Table 1 presents teachers' reports on the types of disabilities in their classes. A high proportion of the teachers report having 'to a great extent' hyperactive students, students with other behavior problems, and students with learning disabilities, and only few teachers report having students with borderline retardation, or physical/sensory disability.
The second element of work in inclusive education classes pertains to the support system in school and in the district. In Table 2 means and standard deviations are presented of teachers' reports on the amount of information and help they receive from various officials in dealing with special education students. Homeroom teachers were the highest rated sources of both help and information. Very little help was received from all other officials, including those who are formally in charge of these children, such as special education teachers, school counselors, school psychologists, and the county central support center.
Perceptions of work in inclusive physical education
The third element of work in inclusive education classes is teachers' subjective perceptions of the difficulties and benefits they encounter at their workplace. Table 3 presents means and standard deviations of participants' answers to items describing the work conditions related to inclusion in PE. In order to examine whether these items describe the same work environment dimensions found in other studies (Fejgin et al., 1995; Malach-Pines, 1984 ), a factor analysis was performed. A principal component analysis was used with Varimax rotation. The item level of acceptability was 0.4. Four factors were found, as shown in Table 3 .
The structural factor includes three items relating to the fitness of the physical structure of the school and the sport facilities for the use of children with special needs. Reliability of the factor is α = .83. The low means of the items in this factor show that teachers are not satisfied with the level of adjustment of the sport facilities to the needs of these students. The organizational-bureaucratic factor has two items relating to the system's efficiency in the treatment of children with special needs. Reliability of the factor is α = .89. The high means of these items indicate that Note: * On a scale of 1 (no help) to 4 (a lot of help).
teachers are critical of the school's bureaucratic handling of these children. The psychological factor is composed of three items describing teachers' satisfaction, challenge, and diversity of work with children with special needs. Reliability of the factor is α = .83. The high means of these items reflect the challenge and satisfaction that teachers derive from working with these students. The social factor has six items describing problems of social control and time allocation in inclusive education classes, such as discipline problems, social interaction between students, evaluation, teaching time allocation between regular students and students with special needs, and reporting to parents. Reliability of the factor is α = .75. The high means of the items in this factor indicate that teachers perceive having problems of class management related to inclusion. Table 4 presents a factor analysis of the burnout scale for this study's population. Means, standard deviations, and item loadings are presented for all items comprising each factor, and for each factor the percentage of explained variance and Cronbach's alpha are shown. The factor analysis presents us with the same factors described by Friedman (1999) . In our study the scale's internal consistency was α = .89 and the internal consistency of the subscales was α = .90 for fatigue, α = .84 for selffulfillment, and α = .80 for de-personalization. Burnout was measured on a six-grade scale (1 = never; 2 = very rarely; 3 = rarely; 4 = often; 5 = very often; 6 = always). The mean level of PE teacher burnout in this study is 2.72 (between 'very rarely' and 'rarely'). Among the subscales 'fatigue' has the highest grade (X = 2.91), followed by 'self-fulfillment' (X = 2.82) and 'depersonalization' (X = 2.38). The items that show the highest marks are: 'At the end of a working day at school I am finished'; 'As a teacher I do not make any progress in life'; and 'Teaching burns me out'. However, the item with the highest grade was 'If I had to do it over again I would have chosen teaching'.
Burnout
Burnout and inclusive education
In Tables 5 and 6 , we present the findings that examine the relationship between burnout and personal and work environment variables related to inclusion. Following the person-fit model, the study's first hypothesis was that the more teachers are equipped to deal with special education students, and the lighter their workload at school and in their private lives -the lower their burnout level. This hypothesis was not supported by the findings. No relationships were found between burnout and personal-occupational variables, except for gender, which will be discussed later (table not shown). This means that personal resources, such as marital status, academic degree, training in special education, and having an additional job out of school, are not related to burnout. This conclusion is reinforced in the findings presented in Table  6 (discussed later).
Following the demands-supports-constraint model the study's additional hypotheses were: the higher the number of students with special needs in their classes and the more severe the students' problems -the higher the teachers' burnout level, and the more help the teachers get from the school in treating special education students and the more the teachers perceive the work environment at school as fit for inclusion -the lower their burnout level. These hypotheses are supported by the following findings.
In Table 5 we present correlations between work environment factors and burnout index and subscales. All variables are correlated, except the structural factor with depersonalization, and the organizational-bureaucratic factor with self-fulfillment.
Generally, the findings suggest that levels of burnout increase as teachers perceive the school as unfit for inclusion in terms of its physical structure and sport facilities, and the administration's treatment of children with special needs, and the more inclusion is perceived as problematic in respect to time allocation to all students, discipline problems, student evaluation, and reporting to parents.
In order to examine the net effect of each variable on levels of burnout, regression analyses were performed, where all personal-occupational and work environment variables were introduced into the equations. Four regression equations were examined, where the general burnout index, and the three subscales of burnout were dependent variables. Results are shown in Table 6 .
Here, too, it may be observed that work environment rather than personal variables mainly explain burnout. The only personal variable related to burnout in this study is gender. Gender is related to self-fulfillment (β = -.141) and to de-personalization (β = -.147). Male teachers more than female teachers feel that they are not professionally fulfilled through teaching, and they report feelings of depersonalization more than female teachers.
• Inclusion variables: Number of students with behavior problems has a statistically significant relationship with all burnout indices, except self-fulfillment. The higher the number of students with behavior problems, the higher the teacher's level of burnout (β = .168), and the higher the feelings of fatigue (β = .149) and de-personalization (β = .168).
• Work environment factors: Statistically significant relationships were found between burnout and two factors: the structural and the social dimensions of the school. The structural factor is positively related to the burnout general index (β = .150) and to the subscales fatigue (β = .168) and self-fulfillment (β = .150). Teachers who perceive the physical environment in school as unfit for inclusion are more burned out (and feel more fatigued and more unfulfilled). A strong positive relationship was found between the social dimension of inclusion and all burnout scales, except fatigue. Teachers who perceive the social environment of inclusion as problematic are more burned out (β = .243), declare that they are professionally unfulfilled (β = .151) and show signs of de-personalization (β = .358).
Teachers who report having discipline problems related to inclusion, problems in evaluation and time allocation between regular students and students with special needs, suffering from the burden of reporting to parents, and feeling that they do not participate in decision making regarding these students, are more burned out. These variables explain 21 percent of the variance in burnout (general index), 17 percent of the variance in the subscale 'fatigue', 12 percent of the variance in 'selffulfillment', and 25 percent of the variance in 'de-personalization'.
Discussion
Burnout
Burnout levels of PE teachers in this study are low (a mean score of 2.73 on a sixpoint scale). This score may reflect a social desirability effect. It seems that it is easy for teachers to report being exhausted, as reflected in the fatigue subscale being the dominant component of burnout in our study, as in another large-scale study of primary school teachers in Israel (Friedman, 1992 (Friedman, , 1999 . It may be that teachers think that being exhausted may be taken as proof of hard work. Thus, they feel it is all right to declare that they are exhausted. They do not, however, easily admit to being professionally unfulfilled, or to feelings of de-personalization, since these may be taken as professional failure. The mean level of burnout found in this study is somewhat higher than that level found in an earlier study of Israeli PE teachers (Fejgin et al., 1995) . Comparison of the burnout levels in these two studies is problematic for two reasons. First, the research sample in the earlier study was comprised of 188 PE teachers from both elementary and secondary schools in the Tel Aviv district only, while the current study included 363 elementary school teachers only from all six districts in the country.
Second, two different research instruments were used to measure burnout. In the earlier study we used the Malach- Pines (1984) 21-item burnout inventory with a seven-degree scale, while in the current study we used the Friedman (1999) 14-item burnout inventory with a six-degree scale. Considering the narrower range of the scale in the current study, it may be concluded that burnout levels are higher in this study than in the earlier one. This finding may be related to the inclusion reform that was introduced in the Israeli educational system in 1994. Inclusion, like other reforms in education, was introduced without teacher training or preparation. Even now, there appear to be no mandatory classes in inclusive education or in special education in any of the preservice PE teacher training programs in the country. Insufficient preparation in this respect may lead to burnout (Terry, 1997) . It is possible, however, that other factors are responsible for the higher burnout levels, such as the attrition in teachers' salaries, the rise of violence in schools, and the continuous cuts in educational budgets that affect class size and resources available for schools and teachers.
Factors related to burnout
The findings do not support the personal-fit model. No relationships were found between burnout and personal-occupational variables except gender. Male teachers in our study report higher levels of professional unfulfillment and de-personalization than female teachers. In the research literature there appears to be conflicting evidence in this respect. Pines and Aronson (1981) report higher levels of burnout in female workers and attribute it to the multiple roles of working women. This tendency was also found in studies of high school teachers in Israel (Antman and Shirom, 1987) . Female teachers reported higher levels of burnout. However, in a large-scale study of elementary school teachers (Friedman and Lotan, 1993 ) male teachers were found to be more burned out than female teachers, as was the case with the physical educators in our study. A feasible explanation for this finding may be that elementary school teaching is perceived as a 'feminine' occupation (Addi-Raccah, 2002; Spencer, 1997) and therefore male teachers may be more unfulfilled than female teachers, considering the wider range of professional roles open to them. Although PE is a more 'masculine' occupation, at least in respect to percentage of males among physical educators, the PE teacher in the elementary school is often the only man in the school. This may contribute to fillings of professional unfulfillment.
Findings of this study mainly support the demand-supports-constraints model (Payne and Fletcher, 1983) . This model predicts that workers who are subjected to a heavy workload or to complex demands, and have little support or means to achieve their goals and fulfill the demands, will be more inclined to burnout. In our study it was found that teachers are more burned out the more they have students with behavior problems and learning disabilities, and the more they complain about unsuitable sport facilities, insufficient professional support, problems of class organization, class control, time allocation, evaluation, and within-group social interactions.
These findings are in line with other studies on inclusion or on teacher burnout. The most salient factor in teacher burnout is student misbehavior (Brenner et al., 1985; Farber, 1991; Friedman and Lotan, 1993) . Inclusive education confronts teachers with a double jeopardy of dealing with some individual trouble making students, and with the class as a group that may reject students with special needs or imitate their violent behavior patterns. Although students with special needs may present challenges to teachers, it was found that when the problems are severe, teachers take them as a source of frustration (Cook et al., 2000) . Behavior problems and other problems related to learning disabilities may impede teachers' expectations for success and cause burnout (Gavish and Friedman, 2000) . However, if inclusion is viewed from a social/cultural perspective as suggested by Kozub et al. (1999) , inclusion is just another factor that affects class diversity, and should be dealt with as such. PE teachers should be educated to accept inclusion as social diversity, and trained to use unique teaching and evaluation methods in order to accommodate to the needs of all children.
Complaints about unsuitable sport facilities independent of inclusion are reported in a worldwide survey on PE (Hardman and Marshall, 2000) . Physical conditions are at the heart of the work of PE teachers. The availability of sport facilities and equipment is even more pressing in the case of inclusion. It affects teaching methods, determines the options of inclusion, and is related to safety concerns. LaMaster et al. (1998) report that inclusion was not working for the teachers in their study since supports and services were lacking in their schools. If the means provided to teachers are not sufficient in order to fulfill the demands, inclusion will not be effective and teachers will experience higher levels of burnout.
Other means of dealing with children with special needs are missing too. PE teachers report that they do not receive professional help from those who are supposed to be in charge of inclusion, such as school counselors, special education teachers, and community support centers. This situation is troublesome, since in many studies on inclusion teachers express the need for support and professional help in planning curriculum, teaching methods, and materials, and develop team work in order to succeed in inclusive education and in dealing with children with special needs (Bos and Fletcher, 1997; Clark and Nomanbohoy, 1998; Fisher et al., 1999) . Under such conditions, teachers feel that they are unable to meet the requirements and actually include all students in their classes.
In order to balance the demands-support-constraints equation and prevent teacher burnout, the educational system and teacher training institutions should join together and strengthen the supports for teachers. Teacher training institutions should provide mandatory classes in special education and inclusive education in both preservice and inservice programs. Educational administrators should take measures to ensure the availability of sport facilities and equipment suited for students with special needs, and specific professional help in curriculum and teaching methods suited for inclusion. Otherwise, inclusion in PE will remain in the realm of ideology and not practice.
Notes
1 To insure anonymity, there was no indication of name and address on the questionnaires, so it was impossible to follow-up on those who did not respond, and too costly to mail additional questionnaires to the whole sample.
2 Composition of these items was also inspired by a similar questionnaire constructed for a study on elementary school homeroom teachers in inclusive education (Talmor, 2002) . 3 The experts were chosen through personal connections. The expert in inclusive education was a professor in Haifa University who specializes in special education and inclusive education. The expert PE teacher was a PE teacher with 30 years of teaching experience, who is also a supervisor in the Ministry of Education. The expert in burnout research was one of our colleagues in the college, who published several studies on teacher burnout; and the expert in methodology was also a colleague in our college who specializes in methodology. 4 In Israel, a full-time position in elementary schools is 30 weekly hours. However, mothers of young children enjoy a 'full-time' mother position of 24 weekly hours. 5 Some schools can't offer a full time position for a teacher, or need a position and a half.
Resumen
Integración y burnout en educación física
Este estudio examina la relación entre la integración y el síndrome de burnout entre el profesorado de educación física. Los datos se obtuvieron de profesores de educación física de centros de enseñanza primaria en 6 distritos de Israel. El cuestionario para la investigación tenía tres partes: Experiencia personal y profesional, índice de Friedman para el burnout y un cuestionario sobre actividades en la naturaleza. La investigación arrojó los siguientes resultados: a) Condiciones de trabajo en las clases de EF: La mayoría de los profesores contestó que los colegios no poseen instalaciones adecuadas para los estudiantes con necesidades educativas especiales. Que se tarda demasiado tiempo para establecer un diagnóstico y darles un tratamiento específico a estos estudiantes. Hay dificultades para guiar a estos estudiantes, cuidar de su seguridad y utilizar adaptaciones curriculares para incluirlos en las clases, así como elaborar informes para sus padres. b) Uno de los factores de análisis incluido en los ítems del trabajo para acometer el proceso de integración, revelaron cuatro variables condicionantes: la estructural, la organizativa, la psicológica y la dimensión social dellugar de trabajo. c) Como resultado del análisis, se reveló que no existe fundamento sólido a la primera hipótesis, de que los recursos personales de los profesores y las condiciones de trabajo estén directamente relacionados con el burnout. No obstante se demuestran otras hipótesis: el número de estudiantes de integración en clase está directamente relacionado con el burnout, la vantidad de profesores de apoyo en clase ejerce una influencia positiva en la disminución del burnout; la mayoría de los profesores siente que la estructura y la dimensión social son irrelevantes con sus condiciones de trabajo y la mayoría de ellos están quemados.
Zusammenfassung
Integrativer Sportunterricht und 'Burnout-Syndrom' des Sportlehrers 
